Utah State University

DigitalCommons@USU
All Graduate Theses and Dissertations

Graduate Studies

5-2006

Social Interactions and Bullying in Withdrawn Children: An
Evaluation of Generalization Strategies Within a Social Skills
Training Intervention
Kyle Max Hancock
Utah State University

Follow this and additional works at: https://digitalcommons.usu.edu/etd
Part of the Psychology Commons

Recommended Citation
Hancock, Kyle Max, "Social Interactions and Bullying in Withdrawn Children: An Evaluation of
Generalization Strategies Within a Social Skills Training Intervention" (2006). All Graduate Theses and
Dissertations. 6245.
https://digitalcommons.usu.edu/etd/6245

This Thesis is brought to you for free and open access by
the Graduate Studies at DigitalCommons@USU. It has
been accepted for inclusion in All Graduate Theses and
Dissertations by an authorized administrator of
DigitalCommons@USU. For more information, please
contact digitalcommons@usu.edu.

SOCIAL INTERACTIONS AND BULLYING IN WITHDRAWN CHILDREN:
AN EVALUATION OF GENERALIZATION STRATEGIES
WITHIN A SOCIAL SKILLS TRAINING INTERVENTION
by
Kyle Max Hancock
A thesis submitted in partial fulfillment
of the requirements for the degree
of
MASTER OF SCIENCE

m
Psychology
(School Psychology)

Approved:

UTAH STATE UNIVERSITY
Logan, Utah

11

Copyright© Kyle Max Hancock 2006
All Rights Reserved

ABSTRACT

lll

Social Interactions and Bullying in Withdrawn Children:
An Evaluation of Generalization Strategies
Within a Social Skills Training Intervention

by
Kyle Max Hancock, Master of Science
Utah State University, 2006
Major Professor: Dr. Donna M. Gilbertson
Department: Psychology
Socially withdrawn children are at increased risk for various maladaptive
outcomes. One intervention suggested to mediate these outcomes is the use of peermediated social skills training. However, little research supports its use with socially
withdrawn children; even less research has investigated the role of peer mediators in the
generalization of treatment effects. The purpose of this study was to evaluate a
generalization training package on the generalization of socially withdrawn students and
their peer mediators' interactions. This study compared the effectiveness of various
procedures in a peer-mediated intervention on the generalization of prosocial interactions
with socially withdrawn students and examined how students' perceptions of social
support, bullying experiences, and intervention acceptability changed as a result of the
peer-mediated social skills training intervention. Results indicated that the socially

withdrawn participants engaged in more prosocial behavior following the intervention
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and that it generalized to a highly unstructured, novel setting with multiple students.
(109 pages)
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CHAPTER I
INTRODUCTION
Lack of social involvement and peer support is a significant predictor of social,
emotional, and educational problems (Elliott, Malecki, & Demaray, 2001; Valenski,
2000; Wentzl, Weinberger, Ford, & Feldman, 1990). As students get older, social
involvement with peers enhances adjustment by establishing and increasing a support
system for emotional and social needs, interpersonal competence, independent
assertiveness, self-esteem, social status, and recreation (Christopher, Nangle, & Hansen
1993). However, few parents and teachers recognize social withdrawal or isolation as a
problem; further, they seldom refer socially withdrawn children for intervention
(Christopher et al.). Yet, without intervention, socially withdrawn children are at risk for
developing more serious social problems-such as behavioral and emotional disorders
and for becoming victims of bullying (Crick & Grotpeter, 1996; Elliott et al.; Fox &
Boulton, 2003; Gresham, MacMillan, & Bocian, 1997; Patterson, Reid, & Dishion, 1998;
Valenski). By middle to late childhood, many socially withdrawn children also
experience more social rejection from peers and/or bullying than children with normal
peer interactions and, consequently, these children withdraw further from peers (Rubin,
Burgess, Kennedy, & Stewart, 2003).
In addition, socially withdrawn children and victims of bullying tend to exhibit
fewer prosocial skills (Fox & Boulton, 2003). Hence, peers are often reluctant to interact
with these students (Fox & Boulton); this makes attempts to utilize prosocial skills within
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a naturally reinforcing community ( e.g ., a friendship) difficult and, therefore , further
impedes a socially withdrawn child's opportunities to acquire and maintain prosocial
skills . Thus , improvements in strategies to increase positive peer interactions are likely
to be dependent upon the increased use of social skills supported by a group of peers who
are open to new friendships . Therefore , an understanding of effective ways to gain
persistent peer support for withdrawn students is critical.
Friendships are one type of peer relationship considered to be a supportive system
that cultivates normal socially accepted skills and buffers students from experiencing
bullying episodes (Hodges , Boivin, Vitaro , & Bukowski , 1999) . Persistent social
withdrawal or isolation , however, is incompatible with persistent friendships and,
therefore , often deprives children of opportunities for learning adaptive and appropriate
modes of social conduct (Moroz & Jones , 2002) . Hence , sociall y withdrawn children do
not learn those social skills that are necessary to maintain friendships and resist bullying
(Menesini , Codecasa , Benelli , & Cowie , 2003) .
Social skills training (SST) interventions have been suggested as a possible
solution to improve social competence and , thereby , decrease a child ' s risk of social
isolation and the risk of becoming a victim of bullying . The basic paradigm for many
such training procedures is to directly teach children appropriate methods of social
interaction , provide corrective feedback , and provide opportunities to practice . This
approach has been found to effectively increase the acquisition of social skills with
socially withdrawn children in a highly controlled intervention setting (Beelmann,
Pfingsten, & Losel , 1994) , but evidence of the generalization and maintenance of the
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effects of social skills interventions with socially withdrawn children is sparse (Chandler,
Lubeck, & Fowler, 1992; Greco & Morris, 2001; Gresham, Sugai, & Homer, 2001).
Many procedures have been proposed to enhance the generalization and
maintenance of treatment effects produced by SST interventions and some have been
examined among other populations (e .g ., Hazler & Denham, 2002). Unfortunately,
however, few studies have examined these proposals with socially withdrawn children
(O'Connell, Pepler , & Craig, 1999; Stevens, Van Oost, & de Bourdeaudhuij, 2000). One
proposal to do so, however, is the inclusion of peer mediators . This procedure has been
implemented with autistic, preschool, and children with underdeveloped cognitive
abilities; research with these populations has reported moderate increases in the
generalization and maintenance of the intervention effects (DiSalvo & Oswald, 2002;
Sasso , Mundschenk , Melloy , & Casey , 1998) . However, many mixed results have also
been reported . Furthermore, few studies have examined the generalization and
maintenance of treatment effects produced by SST interventions with the peers of
socially withdrawn children involved in the SST intervention . This is a critical area of
study because, ultimately, the generalization and maintenance of a child's use of
prosocial skills depends upon the reinforcement of these skills that is primarily acquired
in a social support network ( e.g., a friendship) ; hence, if a socially withdrawn child does
not contact sufficient reinforcement via positive peer interactions, the probability that
his/her newly acquired skills will persist is rather low .
Studies have demonstrated that socially withdrawn children have acquired
prosocial skills in an intervention setting and that the peers involved in that intervention
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provided adequate reinforcement during the intervention setting (Hazier & Denham,
2002). However, few studies have examined whether or not the peers involved in the
intervention consistently provided that reinforcement in other settings and/or across time.
Of the studies that have, little evidence has been reported that the peers did soparticularly in novel, unstructured settings. Identifying procedures that ensure the
generalization of the peer mediators' prosocial behavior to novel settings may be critical
because the generalization and maintenance of a socially withdrawn child's newly
acquired prosocial skills is likely dependent upon the reinforcement obtained from
positive peer interactions across multiple settings and across time. Therefore, the
generalization and maintenance of the pro social behaviors of a socially withdrawn child' s
peers is an essential element in the generalization and maintenance of his/her newly
acquired prosocial skills. This pattern of reinforcement is typically found within a
friendship context . However, although the facilitation of friendships is the primary
assumption behind SST, this will not happen if positive behaviors are not initially
recognized and supported by a child's peers and continue to be reinforced outside of the
intervention setting (O'Connell et al., 1999; Stevens et al., 2000) . Thus, strategies to
include peers to help mediate and support a victim's pro social behaviors are essential in
enhancing the generalization and maintenance of treatment effects of a SST intervention
designed to increase the social support of a socially withdrawn individual.
In sum, research confirms that social skills can be improved among some
populations and the inclusion of peer mediators may be an effective method to promote
social support within the intervention setting; however, the lack of research examining
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generalization and maintenance of treatment effects following SST intervention with
withdrawn children in untrained settings is problematic . First, knowledge and fluency
building of skills that are normally accepted by peers will not be obtained for withdrawn
students who do not have the opportunity to practice prosocial skills with their peers in
multiple settings . Second, without positive interactions with peers , avoidance of peer
interactions may be negatively reinforced for withdrawn students who frequently
experience aversive consequences when interacting with their peers . Third, children who
continuously withdraw from social interactions are at increased risk to become victims of
bullying that, over time, may lead to psychological maladjustments. Thus, identifying
generalization strategies that promote on-going positive social interaction and support
with peer mediators across settings is a critical area of study .
To further address these issues, this study systematically compared the relative
effectiveness of various generalization procedures in conjunction with a peer-mediated
intervention on the generalization of peer social interactions with socially withdrawn
elementary school students . This study also examined how student perception of social
support, bullying experiences, and intervention acceptability might differ for students
receiving generalization training with peer mediators .
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CHAPTER II
REVIEW OF LITERATURE

Socially Withdrawn Children and Social Impact

Socially withdrawn children are generally identified as those having a lower
frequency of social involvement than their average same-age peers when encountering
familiar and unfamiliar peers and situations (Hazier & Denham , 2002) . These children
have few friends that provide the peer support system which is essential for normal
human development and a sense of well-being (Hodges et al., 1999). Edleson and Rose
(1982) reported that, without friendships , socially withdrawn children are more likely to
drop out of school, experience substance abuse , have low school achievement , and
commit delinquent acts. Socially withdrawn children have also been disproportionately
represented in psychiatric populations (Conger & Keane , 1981) . Unfortunatel y, few
parents and teachers of socially withdrawn children seek professional assistance for
remediation of these problems (Christopher et al., 1993).
Socially withdrawn children have several intrapersonal characteristics that
increase the likelihood that they will become a victim of bullying (Crick, 1995; Crick &
Grntpeter , 1996); for example, socially withdrawn children tend to have lower selfesteem, tend to be shy and/or quiet, and tend to look unconfident or anxious more often
than their peers . In addition, socially withdrawn children tend to have fewer friends, are
usually alone, have a tendency to fail to defend oneself or retaliate when confronted, and
are often seen as different in some way by their peers . All of these characteristics are
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associated with an increased risk of experiencing bullying (Crick & Grotpeter ; Elliott et
al., 2001; Fox & Boulton, 2003 ; Valenski , 2000) .
Because socially withdrawn children are at increased risk to become victims of
bullying , it is important to recognize the detriments associated with such a status . Like
socially withdrawn children , victims of bullying tend to function poorly in social
situations , are often more withdrawn , cautious , sensitive , and apprehensive of new
situations relative to their nonvictimized peers (Haynie et al., 2001) . Furthermore ,
longitudinal evidence indicates that the possession of each of these characteristics
contributes to an increase in victimization over time (Egan & Perry , 1998; Hodges et al.,
1999; Hodges & Perry , 1999) . This finding has been replicated across diverse ages ,
races , and countries (Buhs & Ladd , 2001 ; Crick , Casas , & Ku, 1999; Hanish & Guerra ,
2000 ; Hodges , Malone , & Perry , 1997; Pellegrini , Bartini , & Brooks , 1999; Perry , Kusel ,
& Perry , 1988) . In addition , results from a longitudinal study by Rodkin and Hodges

(2003) showed that chronically victim ized children were more likely to have an increase
in internalizing behaviors and externalizing behaviors relative to their nonvictimized
peers . Over time , the victimized children reported an increased negative attitude towards
school and increased school avoidance ; thus , they entered a cycle of behavior that
perpetuated further social iso lation and further associated detriments (Boulton &
Underwood, 1992).
As stated previously , socially withdrawn children are at increased risk for
becoming victims of bullying . In addition , victims of bullying tend to experience many
negative consequences associated with such a status. Therefore , increasing the prosocial
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behaviors and social competence of socially withdrawn children should decrease their
risk for being victimized by a bully . Thus, identifying and implementing a successful
intervention designed to increase a socially withdrawn child's social competence should
also improve his or her chances at avoiding the negative consequences of social
withdrawal and bully victimization . One byproduct of prosocial involvement is the
development of meaningful peer relationships (Kochenderfer & Ladd, 1997).
Peer relationships not only have a significant impact on social development, but
also may buffer students from experiencing severe or chronic bullying episodes . Hodges
et al. (1999) found that having a best friend decreased an individual's probability of being
victimized over the course of an academic year. Kochenderfer and Ladd (1997) reported
that having a supportive friend is associated with a lower probability of becoming a
victim.
Peers are present in over 85% of bullying incidents and have the potential to
intervene or seek adult help when incidents occur (Atlas & Pepler, 1998, cited in
Hawkins, Pepler , & Craig, 2001) . However, several observational studies report that
peers spend only 11 - 25% of their time intervening on behalf of observed victims (Craig
& Pepler, 1997; O'Connell et al., 1999). Although few peers actively stop bullying,

Whitney and Smith (1993) found that children report being generally against bullying.
An explanation provided by Salmivalli (1999) suggests that peers may want to support

students who are experiencing bullying, but may not know when or how to support them .
One proposed solution to mitigate this dilemma is the use of peer-mediated SST
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interventions . Thus, peers as well as victims may benefit from SST because each will
learn to more effectively reduce the prevalence and duration of bullying .
Taken together , these findings indicate that experiencing social isolation creates
an increased risk for children to experience bullying , and experiencing bullying increases
the probability that an individual will experience increased social isolation . Thus, a
perpetual cycle of victimization ensues from which a child has few options of escaping
without increasing his/her peer support . Two important intervention targets , therefore ,
may be needed to increase social interactions and, thereby, decrease bullying : social skills
and social support . Because social competence has been strongly correlated with longterm friendships and positive social, emotional, and educational outcomes (Fox &
Boulton , 2003), intervention strategies most frequently target skill deficits .

Research and Limitations of Social Skills Training to Facilitate
Positive Social Interactions

Social skills training interventions have been used with a variety of populations
with varying levels of success in the development of friendships and supportive social
skills (e.g., effective listening , appropriate eye contact , assertive statements) . In general,
SST interventions utilize verbal skill introduction with rationale and modeling followed
by coaching and feedback as students ' role play skills with other peers (Sheridan, 1995).
Meta-analyses have identified modest to strong treatment effects when SST
interventions have been employed both with groups of children and with individuals ;
however , many studies have also produced mixed results. In a meta-analysis of the
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effects of SST interventions with students exhibiting severe behavioral disabilities ,
Gresham et al. (2001) reported effect sizes ranging from .20 to .87. Beelmann et al.
(1994) reported effect sizes ranging from .06 to .83 with a weighted mean of .47 among a
similar population . Importantly , however , Brown and Odom (1994) conducted a review
of the research literature on SST interventions and reported that , in the majority of studies
reviewed, treatment effects were produced only in the specific training conditions and
settings in which the intervention was implemented ; hence , limited evidence of the
generalization of treatment effects exists . Similar results are also reported for socially
withdrawn children . Csapo ( 1983) used coaching as a method of SST with socially
withdrawn children and reported that children receiving the intervention demonstrated an
increase in social interaction in the training setting ; however , evidence of generalization
of treatment effects to other settings or peers was not investigated .
Fox and Boulton (2003) evaluated the effectiveness of a SST program for victims
of bullying . The authors used self-report data on bullying , withdrawal behaviors , and
internalizing behaviors to evaluate the effects of a SST intervention to teach children how
to deal with bullying . They reported no significant differences between the control and
experimental group at the end of the intervention except an increase in global self-worth
for those receiving the intervention . However , no generalization strategies or peer
mediators were employed in conjunction with the intervention . In addition, the effects of
the intervention were solely measured via self-report ; there were no direct observations of
the behavior of the participants at any time during the study .

11

Beck and Forehand (1984) used a more extensive treatment package consisting of
adult-contingent attention, peer mediation , and modeling with withdrawn children; they
reported increased peer interaction rates in the training setting, but did not investigate
generalization or long-term maintenance .
Vaughn and Lancelotta ( 1990) extended the research by exam ining the effect of
paired , older, high social status children with younger , low status children and comparing
the relative effectiveness of peer-mediated SST and SST alone . Results indicated no
statistically significant differences between the two groups although children in both
groups demonstrated increased prosocial interactions . Similar to prior studies,
generalization and maintenance was not investigated .
These examples are typical of what is currently available in the research literature
and illustrate the point that most SST studies have focused on training specific skills in a
highly controlled setting but have not been designed to examine the maintenance and
generalization of treatment effects . In general , many studies either did not examine the
generalization and maintenance of treatment effects or reported limited evidence of it.
Hence , many researchers conclude that the available empirical evidence supports the
acquisition of specific social skills targeted for training , but the generalization of
treatment effects across time and settings remains a consistent problem in SST outcome
research .
The lack of generalization of treatment effects following SST intervention has
consistently been cited as the central weakness of SST interventions (Gresham et al.,
2001) . The acquisition of any skill is only as useful as the individual ' s ability to
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subsequently apply it in a variety of different contexts ; otherwise , the acquisition of a
skill does little to benefit the newly skilled individual except in the specific context in
which the individual can apply it. This is particularly relevant in the case of interventions
designed to increase social support or prevent bullying because of the disparity between
the training setting (i.e., close proximity to adults who prompt and guide student
interactions) and the natural context (e .g., recess) where children are required to socially
interact and obtain peer support with much less intervention from adults . Thus , the true
test of the power of SST interventions is the generalization of trained skills to new
contexts in which positive social interactions are naturally reinforced and maintained by a
student's peers .

Research on Generalization Strategies to Facilitate
Social Interactions and Support

Generalization occurs when a response targeted in a training condition occurs in
different , nontraining conditions (i.e., across subjects, settings, people , behaviors , and/or
time) without the scheduling of the same events (e .g ., reinforcement) in those conditions
as were scheduled in the training conditions (Stokes & Baer , 1977) . Maintenance is the
persistence of behavior over time in the absence of a portion or all of the instructional
training conditions (Stokes & Baer) . Both behavior change events are important
intervention goals when attempting to increase the frequency of children's social
interactions .
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In an attempt to promote research on generalization of treatment effects, Stokes

and Baer (1977) wrote a seminal article suggesting that generalization of treatment
effects can be enhanced with the use of specific strategies designed to promote
generalization (see Appendix A). To date, few studies have empirically examined the
effectiveness of these strategies , but among those that exist, the majority of studies have
investigated a combination of these strategies . In addition, even fewer studies have
examined the use of these strategies with socially withdrawn children.
O' Callaghan , Reitman , Northup , Hupp , and Murphy (2003) implemented various
generalization strategies in an SST intervention with ADHD ; this study was designed to
assess the generalization of treatment effects to a novel setting . Children were taught on
a kickball pitch how to use good sportsmanship and participation behaviors . In
conjunction with a trainer and a few peers, the researchers utilized a token economy
system to establish skill acquisition in a training setting . Once skill acquisition had been
sufficiently established , the researchers continued to employ generalization strategies to
increase the use of these skills in a kickball game while examining generalization of skill
use during a game conducted in the nontraining setting (i.e., recess) . Results indicated
that the trained skills effectively generalized 40-50% of the time for the participants to
the recess setting . The trained behavior occurred within a supervised , but not directly
prompted , setting without the use of external contingencies . However , various types of
generalization programming techniques were not systematically introduced, thus making
it difficult to determine the relative effectiveness of the different procedures employed .

In addition, although generalization effects were reported , there was no evaluation of
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maintenance . Finally, the nature of the skills targeted in the training was likely naturally
reinforcing within the context of the game and thus, would be more likely to generalize .
However , training didactic skills may be more difficult to produce similar results.
Currently , it is unclear what amount, order, and combination of generalization
strategies and associated reinforcement contingencies most consistently produce
generalization (Gresham et al., 2001) . However , Chandler et al. (1992) conducted an
extensive review of studies that successfully used generalization strategies in SST
interventions among preschool children . Out of 51 examined studies, only 14 studies
produced complete generalization across subjects and/or settings; 29 produced a
combination of complete , partial or no generalization across subjects and/or settings.
Four generalization strategies were most frequently combined in the successful studies :
(a) addressing functional target behaviors , (b) specifying a fluency criterion , (c) the use
of indiscrim inable contingencies , and (d) mediation techniques . Although these
strategies were associated with successful generalization in Chandler and colleagues '
descriptive review, this combination needs to be systematically investigated as a possible
best practice .
Although investigations of the effectiveness of individual generalization strategies
are scarce in the social interaction literature , among those that exist, several
investigations examined the use of indiscriminable contingencies (Brown & Odom,
1994). The use of indiscriminable contingencies involves the intermittent reinforcement
of the targeted behavior in an unpredictable schedule that is applicable in natural settings
with lean and less discriminable reinforcement schedules. In practice , students' newly
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acquired behaviors may be indiscriminably reinforced for various appropriate behaviors,
times, or settings using intermittent, delayed, vicarious reinforcement or response
dependent fading procedures . For example, Baer, Williams, Osnes, and Stokes (1984)
used indiscriminable contingencies to increase the correspondence between verbal and
nonverbal behavior in a preschool setting . Using delayed reinforcement to make it
difficult for participants to discriminate between contingencies on verbal and nonverbal
responses, generalization of targeted behavior occurred across responses and settings for
four children . Unfortunately , little evidence of maintenance was demonstrated. Although
this strategy shows promise , additional research is needed to investigate if additional
generalization strategies would improve maintenance .
A second practical generalization procedure is self-monitoring ; in this approach ,
individuals monitor their own use of a skill in specific contexts . It is hypothesized that
through attending to one 's own behavior , an individual begins to attend more closely to
his or her own competency , thus resulting in a positive change in his or her behavior in
applied settings (Lloyd , Landrum , & Hallahan , 1991). This approach, when effective,
facilitates generalization and maintenance by transferring the control of the behavior to
the individual rather than the interventionist. For example , Moore , Cartledge , and
Heckaman ( 1995) taught three male students to use self-monitoring skills with newly
acquired game-related skills (e.g ., appropriate reactions to winning and losing) in applied
settings; this resulted in generalization from the training to the gym setting . In a similar
study, self-monitoring was used as an intervention component for children with attention
deficit/hyperactivity disorder (ADHD) who were being taught positive cooperation skills
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(Colton & Sheridan , 1998) . Participants subsequently cooperated positively with novel
peers across several new participants .
A third practical approach to increase generalization is training to generalize.
This generalization strategy simply involves the use of verbal or written instructions to
produce the behavior trained in the training setting to other contexts . This has also been
called the "train-and-hope " model and has the weakest support from the empirical
literature (Gresham et al., 2001) . However , this approach may also entail the direct
reinforcement of incidences of generalization.
One study that successfully combined these three strategies was conducted by
Haring and Breen (1992) . They investigated the use of a peer-mediated intervention
using self-monitoring designed to increase the social network of socially withdrawn
children with moderate and severe disabilities in a semistructured setting. In an attempt
to increase the peer network and social inclusion of two socially withdrawn children , a
teacher selected two nondisabled peer mediators for each socially withdrawn student ; the
nondisabled children then also selected two of their friends to participate in the group .
The group of nondisabled peers met weekly with an adult facilitator to discuss how to
help the two students with disabilities increase their social interactions . Throughout each
school day during the experiment , the nondisabled students also used a self-monitoring
sheet to record their social interactions with the disabled peers . Results from
observational data indicated that the social network of the disabled peers was increased
and that both the quantity and quality of social interactions had improved . In addition,
effects were observed across individuals between class , lunch , and the bus area with adult
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prompts and contingency management . Hence, generalization across contexts was
successfully achieved with the implementation of a peer-mediated, self-monitoring
approach in conjunction with adult monitoring and prompting in the generalization
setting.
In sum, results of research investigating generalization strategies initially
proposed in Stokes and Baer' s (1977) seminal article are promising , but there is limited
evidence suggesting what combinations , in which order, and to what extent will most
likely produce effective generalization . Further , limited evidence linking specific
strategies with specific problems, behaviors , populations, or contexts exists among any
population . Hence, it is important to redirect the focus of SST research from skill
acquisition to the generalization and maintenance of social behaviors of childrenincluding socially withdrawn children who may experience bullying .

Research and Limitations of the Use of Peer Mediators in
Social Skills Training to Facilitate Social Interactions

Peers play a significant role in social interactions and, therefore, play an essential
role in reducing an individual's social withdrawal ; in addition, peers could play a
significant role in deterring the occurrence of bullying-if

they had the skills requisite to

do so (Craig & Pepler, 1995, 1997; O'Connell et al., 1999). Hence, it follows that peers
are an essential element in the development of positive social interaction with socially
withdrawn students .
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Peer-mediated interventions provide opportunities for promoting generalization
(Hollinger, 1987) by teaching peer mediators to positively influence other students'
behavior in a variety of settings in the absence of adult prompts or praise (Goldstein &
Farrell , 1987). This is a critical element in promoting the generalization and maintenance
of the effects of SST interventions because the true veracity of such effects is
demonstrated in the absence of the training setting .
Many researchers have suggested the inclusion of peer mediators in SST
interventions as an important element in increasing skill acquisition and use (DiSalvo &
Oswald , 2002 ; Pierce & Schreibman , 1997). Peer mediators are included based on the
assumption that effective generalization may be due to the increased continuity in the
contingency schedules that exist in the training and nontraining settings and because
peers may serve as discriminative stimuli in the nontraining setting , thus helping to
maintain the similarities of peer-peer interactions that exist within it (Gable & Arllen,
1994). In general, studies indicate that peer mediators may promote generalization of
skill use for some, but not all children (Kamps , Barbetta, Leonard & Delquadri , 1994;
Sasso & Rude , 1987; Strain & Odom, 1986).
Identifying effective peer-mediated intervention strategies to address
generalization of skill use is complex because of differences in functions underlying
withdrawal behaviors among children . Few studies have examined reasons for the lack
of peer interaction prior to intervention ; therefore , these reasons , which may account for
the mixed generalization findings across individual students, are not addressed in
treatment and/or training . Socially withdrawn children may not interact because of
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avoidance of aversive peers and situations, lack of opportunity, and/or inhibiting
behaviors. For example, Lewis and Sugai (1993) investigated the effects of a peermediated intervention that addressed the function of three students' withdrawal
behaviors. Functional assessments were performed to determine the function of the
withdrawn behavior of socially withdrawn students. Each student was then taught to use a
functionally communicative prosocial replacement behavior to help the child obtain the
reinforcer obtained via withdrawn behaviors ( e.g., one student was taught to verbally
request teacher help to replace withdrawn behaviors that were successfully obtaining
teacher assistance). Social skills training in combination with teacher-administered
differential reinforcement of the trained behavior, prompts, and delayed reinforcement
produced rapid gains in social interactions for all three children in the recess and
classroom setting ; these gains were maintained at a 2-month follow-up observation .
Although not addressed in this study, reasons for peer avoidance of a socially withdrawn
student may also hinder effective outcomes . Potential functions of peer avoidance may
include punishment of interactions by other peers, low reinforcement value of social
interactions due to lack of common interests or positive statements, or extinction of
interaction because of an unresponsive child .
The majority of studies investigating the effects of peer-mediated SST
interventions have examined the use of peer mediators to help train students with mild
cognitive abilities to interact with others (DiSalvo & Oswald, 2002; Gresham et al., 2001;
Hughes, Harmer, Killian, & Niarhos, 1995; Laushey & Heflin, 2000; Pierce &
Schreibman, 1997; Sasso et al., 1998). More recently, studies have employed peer
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mediators with students with emotional disabilities or ADIID (Kem et al., 1995; Storey
& Danko, 1994). For example, Blake, Wang, Cartledge, and Gardner (2000) found that

the use of middle-school students with serious emotional disturbances (SED) were able to
adequately serve as social skills trainers for their similarly aged peers with SED. Blake
and colleagues reported increased rates of prosocial behavior during intervention and
generalization of treatment effects in various settings outside of the training setting
(including the gym and lunchroom) . Further , at I-week follow-up , the rates of prosocial
behaviors of both the peer trainers and the trainees were consistent with rates observed
during intervention . However , teachers and staff provided prompts , praise, and
reinforcement for appropriate behaviors in the generalization setting . Thus, some
instructional or programmed contingency management was required to produce the
generalization effects .
Another fundamental limitation of many studies is the restricted range of settings
to which the behaviors generalized . In the majority of the studies reviewed ,
generalization was established in very similar, often analog, settings with high amounts
of adult supervision and peer prompts (Blake et al., 2000 ; DiSalvo, & Oswald, 2002;
Laushey & Heflin, 2000 ; McMahon, Wacker, Sasso, Berg, & Newton, 1996; Pierce &
Schreibman , 1997; Sasso et al., 1998). Other studies have faded adult prompt and
reinforcement as the rate of peer prompt and reinforcement increased in less structured
settings, but with few peers present. For example, McMahon and colleagues (1996)
trained peer mediators to help increase social interactions between elementary students
with mental retardation and a peer during cooperative play. The behavior gains
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moderately generalized to a free choice and free play condition when a pair of students
playing together was in the presence of an adult who provided no instruction or feedback .
Alternatively , few studies have extended the external validity of their results to
natural unstructured settings (e.g., recess) by decreasing adult supervision in conjunction
with increased number of peers and activities, thus increasing the potential for competing
reinforcement contingencies . However , Morris , Messer , and Gross (1995) used a peermediated SST intervention with first grade students identified as socially neglected
through a sociometric nomination procedure . Identified children were randomly placed
in either a treatment or control group . Children in the treatment group were paired with a
high status peer and participated in 12 SST sessions in an empty classroom . After
training, Morris and colleagues reported an increased sociometric rating and increased
rates of positive interaction during recess for children in the treatment group compared to
children in the control group . Further , these effects were still present at a I-month
follow-up .
Another fundamental limitation of many SST interventions is the failure to
investigate the behavior of the peer mediators involved in the intervention. Thus, little
evidence demonstrating that the peer mediators involved in the intervention effectively
utilized trained skills outside of the training setting . Many studies report that peers have
had a direct role in the delivery of the intervention to the socially withdrawn child (Blake
et al., 2000; Hughes et al., 1995; Laushey & Heflin , 2000 ; Pierce & Schreibman , 1997),
but few studies have examined or reported the intervention effects on the behavior of the
peers. Moreover , peers' training to work with peers primarily includes modeling , guided
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practice, and feedback ; however , few studies included strategies designed to increase the
generalization and maintenance of the peer mediators ' supportive behaviors . Research
focused on increasing responding or social initiation of both the socially withdrawn child
and peer mediators may be required in order to maintain reciprocal interactions across
situations and settings . To be considered successful , reciprocal interactions should
approach typical levels of child interactions ; unfortunately , however, peer-normed levels
of interaction are rarely used as a standard comparison of intervention effectiveness
(Chandler et al., 1992).
The generalization of the peer mediators ' prosocial behavior may be critical to
ensure that the socially withdrawn child has the opportunity to experience prosocial
interactions outside of the intervention setting because of the role that pro social
interactions play in deterring the negative consequences associated with social isolation .
For example , peers may be able to successfully reduce the amount of bullying a child
experiences . Further , because bullying often occurs in places where there is little or no
adult supervision (Hazier & Denham , 2002) , generalization and maintenance of the
peers ' appropriate behavior across settings may be critical to reducing victimization .
Unfortunately , limited data exists that validates the effectiveness of utilizing peer
mediators in interventions designed to stop bully victimization (Blake et al., 2000) .
In sum, research has indicated that the inclusion of peer mediators in SST

interventions effectively increases social interactions among students with low cognitive
functioning and that generalization of treatment effects occurs from training settings to
semistructured settings . However, less evidence indicating the continuation of peer
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interactions between peer mediators and higher functioning children and across
unstructured natural settings (e.g., recess) exists. Many researchers suggest that the
function of the target child's interfering behaviors or lack of prosocial behaviors needs to
be further researched when employing peer mediators (Beelmann et al., 1994). We
further suggest that the function of the peer's interfering behaviors or lack of interactions
should also be considered . Though interventions with peers show promise , assessment
and intervention strategies that improve generalization of both target students and peer
mediators deserves more research .

Purpose and Objectives

Given that friendships help develop normal social interactions and peer influence
prevents bullying incidents for children, results of research included in this literature
review indicate several key training components to increase the social interactions of
socially withdrawn children who report they experience bullying . First, research on social
skill training suggests that children can, in the intervention setting, successfully acquire
specifically taught prosocial skills that may help them assertively develop positive peer
relationships . Second, an ideal training for increasing social interactions for socially
withdrawn children would include the recruitment of peers to prompt , model, recognize,
and respond to positive social skills in an effective manner (Fox & Boulton, 2003) .
However , questions about the extent to which this approach is effective with socially
withdrawn students still remain . Foremost is whether or not generalization and
maintenance of an effective behavioral repertoire will promote longer social interactions
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with larger groups of peers for socially withdrawn children . Although the literature is
replete with suggested tactics to promote generalization, very few studies have provided
convincing evidence supporting the generalization of children's skills that maintain
positive peer interactions to less restrictive settings. Thus, if peers are to help students use
prosocial skills acquired in the training setting and, thereby, increase the prevention of
bullying, attention to the generalizability of peer support as well as the socially
withdrawn student's use of peer-accepted social skills to natural situations and settings is
clearly important.
When supporting a child who is experiencing bullying, recruiting effective peer
support across settings is more difficult if a child and his or her peer mediators do not
learn how and when to use skills to deter ineffective bullying reactions . Thus, assertive
responding during training might be beneficial for gaining peer social interaction
compliance and deterring bullying . Research also supports that inclusion into larger
groups of students in itself deters bullying . Thus, a significant concern may be the
process of peer selection . As suggested by Haring and Breen's study (1992), training
with established peer networks may facilitate entry into new and larger social groups of
children .
Thus, one critical extension of prior studies investigating peer-mediated
interventions is an examination of the extent to which generalization procedures facilitate
generalization of positive peer interactions with socially withdrawn children who
experience bullying to a highly unstructured setting (e.g., recess) . The purpose ofthis
study was to replicate and extend the generalization literature on social interaction by
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incorporating findings from studies that effectively increased social interactions with peer
mediators (Morris et al., 1995) with a combination of generalization strategies
consistently shown to be effective with young children (Chandler et al., 1992) to socially
withdrawn students who report having experienced bullying . Moreover , the effects of the
generalization strategies will extend the current literature by examining the effects of
generalization training on peer mediators using a peer-networking approach (Chandler et
al.; Haring & Breen, 1992; O'Callaghan et al., 2003). Training was expected to increase
the social competence of participants and improve the generalization and maintenance of
the treatment effects for both the target students and their peers (i.e., the peers should
have continued to interact appropriately with the target students) . The specific aim of
this study was to evaluate a generalization training package employing indiscriminable
contingencies and self-monitoring tactics on the generalization of socially withdrawn
students and their peer mediators ' interactions during recess. Therefore , the following
research questions were of primary interest in this study .
1. Does a generalization training package employing indiscriminable
contingencies and self-monitoring tactics increase prosocial interactions of socially
withdrawn students and their peer mediators following training to obtain skill
acquisition?
2. Does the generalization training procedure reduce student rating of bullying
and increase social support among the socially withdrawn students?
3. What is the socially withdrawn students' acceptability of the programmed
generalization training?
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CHAPTERIII
METHODS
Setting

Participating students were recruited from a public elementary school (first
through fifth grades) located in a rural district in a western state . Of the total school
population, 40% represented an ethnic minority group and 80% of the students received
the federal free or reduced lunch program . Recess takes place primarily on a large
playground behind the school. Training was conducted in an empty conference room.

Participants

Two groups of children enrolled in the public elementary school participated in
the study : socially withdrawn participants and peer mediator participants . The gender,
age, grade level, socioeconomic status (SES; via federal lunch program) , and ethnicity of
all socially withdrawn participants and the peer mediator participants in both groups are
presented in Table 1.

Socially Withdrawn Participants

Three socially withdrawn students were selected to participate in this study. Prior
to any data collection, these students were nominated by their teachers as students who
have experienced social isolation, group exclusion and teasing, have few friends, and
have lower rates of positive social interactions with their peers . A total of eight students
within Grades two, three, and five were originally nominated. Participants who were able
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Table 1

Demographic Information of Participants
Socially withdrawn participant
and respective peer mediators

Gender

Age

Grade
level

SES

Ethnicity

Alan
Carol
Billy

Male
Female
Male

12
12
12

5
5
5

Low
Low
Low

African-American
Caucasian
Caucasian

Jane
Kelly
Louise

Female
Female
Female

7
7
7

2
2
2

Average
Average
Average

Caucasian
Caucasian
Caucasian

Amie
Jen
Taya

Female
Female
Female

8
8
8

3
3
3

Low
Low
Low

Caucasian
Caucasian
Caucasian

to attend recess on a regular basis and were given parental consent for participation were
selected to participate in this study .
After obtaining written parental consent and student assent , students were further
identified as socially withdrawn students potentially experiencing bullying based on the
following criteria : (a) they endorsed being frequently bullied on a student-administered
bully survey (see Appendix B) , (b) they expressed a desire for more peer interactions
when obtaining assent to participate in the study , and ( c) they demonstrated inappropriate
behaviors less than 10% of interactions observed during recess observations , but
demonstrated positive peer social interactions at an approximate average rate of 30%
during recess observations (see Appendix C for observation form) . Percentages of social
interactions were determined during three 10-minute prebaseline observations of children
conducted during recess for three consecutive school days .
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P1er Mediator Participants
For each selected socially withdrawn student, two peers from his/her class were
selected to participate as peer mediators to work with and support each socially
withdrawn child. These peers were selected from teacher recommendations . Teachers
were asked to select students who possessed a range of age-appropriate social
competencies , were well-liked by their peers, complied with teacher requests , had regular
attendance , and had little or no negative social history with the socially withdrawn
participants (Odom & Strain, 1984). All but one teacher selected same gender peers ;
Alan ' s teacher reported that she selected a female peer for social support as well as a
male peer because Alan did not enjoy the sports activities that most of his male
classmates participate in during recess. Approval of the potential peer mediators was
sought from the teacher and the socially withdrawn student with whom he/she would be
working before obtaining written parental consent and student assent for participation in
the study for the potential peer mediator .

Response Definitions

The primary dependent measure during training and recess conditions for each
participant was positive social involvement ; in addition , four secondary social interaction
behaviors were measured (see Table 2 for variables and operant definitions) . Direct
observation of peer mediator and target behaviors listed in Table 2 was conducted to
determine the frequency of these behaviors exhibited by all of the participants during a
10-minute observation period . Behaviors were recorded using a Direct Social Interaction
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Table 2

Definition of Skills Coded During Direct Observations
Skill

Definition

Positive (Social)
involvement

Simultaneously actively interacting with two or more children
such as talking holding hands while walking or playing with the
same object , person . Is cooperative with group processes (e.g.,
shares, follows rules, takes turns) and is actively engaged .

Parallel play

The child is engaged in similar activity as peers within five feet ,
but not directly interacting (verbally or non-verbally) , such as,
swinging next to a peer but not initiating or responding to social
interactive cues such as talking, smiling , appropriate eye
contact .

Negative interaction

Yells, argues , behaves aggressively , criticizes others , does not
share materials , and breaks rules .

Alone

Alone with no other child within 5 feet and no positive or
negative interaction with another child .

Ignores

Peers ignore : do not talk, do not play with , do not contact
socially withdrawn participant who is within 5 feet of peer or
the social process peer is engaged in (e .g., game , group play) .

Observation Form (see Appendix C) adapted from the Social Withdrawal Observation
Form (SWOF ; Lewis & Sugai, 1993; Walker , Todis , Block , & Severson , 1988).
Interaction behaviors were measured using a 15-second , partial interval time sampling
procedure to obtain estimates of behavior rate and duration (Harrop & Daniels , 1986) .
Observation was paced using a prerecorded cassette tape with the words "ready begin " at
the beginning of each observation interval and "record" stated at the end of each 15second interval. At the end of the 15-second observation interval , a trained observer
recorded any of the behaviors listed in Table 2 that occurred for the majority of the 15-
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second interval before the stated word "observe" cued the next observation interval.
Percentage of intervals recorded with social involvement was used to obtain the total
percentage of social involvement for each observation session.

Observer Training and Interobserver Agreement

Graduate and undergraduate psychology students observed social interactions
using the Direct Social Interaction Observation Form . Prior to data collection, observers
were trained to collect data with verbal instructions , written instructions , modeling, and
corrective feedback. Observers practiced the observation system by simultaneously
coding behaviors with the primary researcher with a randomly selected child during 10minute recess periods prior to the experimental sessions of this study until interobserver
agreement exceeded 80% for a minimum of three sessions.
To assess interobserver agreement , social interaction data were collected
simultaneously and independently by two trained independent observers for 27% of
baseline recess sessions, 94% of training sessions, and 29% of generalization recess
sessions. Interobserver agreement for each student was calculated on an interval-byinterval point basis: agreements steps (i.e., both observers agreed that a behavior did or
did not occur) divided by agreements plus disagreements with the remainder multiplied
by 100%. Agreement was greater than 80% for all sessions . Table 3 presents the
statistics used to describe interrater reliability for the involved coded response .
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Table 3

Descriptive Statistics of Interrater Reliability of Involved Coded Response by
Experimental Condition

Experimental Condition

Average %

Range %

Baseline recess

90

77-86

Training

99

95-100

Generalization recess

91

86-100

Instruments for Identification and Intervention Progress

Revised Olweus Bully/ Victim Questionnaire
A modified version of the Revised Olweus Bully/Victim Questionnaire was
completed by students to assess their current victim status (Olweus , 2001 ; see Appendix
B) . In addition to victim status , the questionnaire was used to determine types of
bullying experienced , how often bullying occurred, and the students' reactions to
bullying behaviors. Positive interactive behaviors or experiences were also added to the
scale . Internal consistency reliabilities of this measure are reported to be above .80. The
questionnaire is also significantly correlated with peer reports of bullying (Olweus) .
Children who score high on victimization on this scale also report problems such as
depression, poor self-esteem, and peer rejection (Olweus). Furthermore, scores on this
measure distinguish between victims and nonvictims as judged by teachers and peers
(Olweus) .
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Child and Adolescent Social Support Scale

The Child and Adolescent Social Support Scale (CASSS) was used to assess the
perceived social support of the socially withdrawn participants . This scale is a 40-item
survey measuring perceived social support from four sources : parents , teachers,
classmates , and friends (see Appendix D) . Items are rated on frequency and importance,
which are measured on a 6-point Likert scale and a 3-point Likert scale, respectively .
The reliability of the CASSS has been reported as very good (internal consistency
reliabilities ranging from .87-.95; Malecki & Demaray , 2002) . Convergent validity of the
CASSS was also strong (Malecki & Demaray) .

Children 's Intervention Rating Profile

Students ' subjective treatment acceptability of training was assessed by asking
participants to anonymously complete the Children ' s Intervention Rating Profile (CIRP ;
Witt & Martens , 1983; see Appendix E) . This scale consists of seven items rated on a
Likert scale ranging from 1 ("I disagree very much") to 5 ("I agree very much"). The
total score is calculated as the sum of 7 ratings (range= 7 to 35). Turco and Elliot (1986)
reported good reliability (coefficient alpha= .86) for the total score .

Procedures

Recruitment and Identification of Participants
Socially withdrawn participants . First, all individuals who participated as socially

withdrawn participants were identified as socially withdrawn and potentially
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experiencing bullying by their teacher and by direct observation . To accomplish this, the
school counselor was asked to identify teachers with students in their classes who used
social skills infrequently (e.g., conversation initiation and assertiveness behaviors), had
few friends, were withdrawn, were alone frequently, and were frequently rejected by their
peers (see Appendix F) . The school counselor identified nine teachers in whose classes
she believed were students who met the description provided her. Second, these teachers
were asked to recommend students who met this description (see Appendix F) . Of the
nine teachers approached , five recommended one student each who met the inclusion
criteria . Second, informed written consent and assent was obtained from the parents/legal
guardians of five of the socially withdrawn participants that had been nominated.
Once parental consent for socially withdrawn participants was obtained,
observations were conducted during the student's recess to directly observe his or her rate
of social interaction with his or her peers . Students who, on average , interacted positively
with peers less than 30% of the time during three IO-minute observations were selected to
participate in the study . Eight of the nine teachers requested interventions with a student
who would benefit from procedures used in the study, however , one student was unable
to attend recess due to incomplete work, two did not meet the recess observation
inclusion criterion, one did not receive parent consent, and one student ' s teacher reported
difficulty obtaining peer mediator parent consent to work with the student.
Peer mediators. To select peer mediators , teachers and counselors were asked to

recommend two students who possessed a range of age-appropriate social competencies,
were well liked by their peers, complied with teacher requests, had regular attendance,
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and had little or no negative social history with the target participants (see Appendix G;
Odom & Strain, 1984). In an interview with the researchers, the socially withdrawn
participant also expressed a willingness to participate in group sessions with the two
teacher-recommended peer mediators .
In an effort to increase the number of peers supporting the target participants, two
peer mediators were selected for each target participant (Haring & Breen, 1992).
Informed written consent was obtained from all parents/legal guardians of all teacherrecommended peer mediator participants prior to inclusion in the study .

All of the socially withdrawn participants and their respective peer mediators
were matched on gender except for Alan and Carol. Alan's regular education teacher
reported that Alan had previously experienced bullying as a result of his lack of interest
in sports, hence, the teacher recommended that providing a female peer mediator may
serve to facilitate increased pro social behavior because of the increased range and
availability of activities in which to engage with both a female and a male peer mediator .
In addition, Alan's teacher reported that she had previously observed Alan playing

frequently with Carol during recess .

Baseline in Generalization Recess Setting
Once consent for socially withdrawn participants and peer mediators was
obtained, recess baseline observation data were collected for all participants prior to any
type of intervention training or generalization training. During baseline, each socially
withdrawn child's social interactions and the peer mediators' interactions with the
suspected socially withdrawn student was observed for 10 minutes during lunch recess.
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Researchers provided no training and initiated no contact with participants during recess .
After stable or nonescalating baseline performance was established, the preassessments
were individually administered to the participants . Next, the training phase ( described
below) began with the socially withdrawn participant with the most stable baseline
performance, while the other two socially withdrawn participants' ongoing baselines
served to predict expected behavior performance fluctuations without intervention .
Following an established stable or escalating change of behavior under the coached
training condition for the first socially withdrawn participant, the coached training
condition was then sequentially implemented for each remaining socially withdrawn
participant and his or her peer mediators; a minimum of three days passed between
introductions of the coached training phase with each participant.

Preintervention Assessments
Immediately following baseline, socially withdrawn participants were asked to
complete the paper-and-pencil measures described earlier, including the Revised Olweus
BullyNictim Questionnaire and the CASSS . These assessments were administered in an
empty conference room during one 20-minute session with the experimenter prior to the
introduction of the skills training sessions .

General Training Procedures
All training sessions were conducted in the first half of the school day three to
four times per week for 15-20 minutes. Each training session was conducted by research
assistants who were graduate students and undergraduate students in psychology . Before
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the onset of the study, all research assistants had practiced all training steps using a
checklist and written instructions outlining the training procedures. The principal
researchers on this study trained and observed all research assistants and certified them as
competent to perform each phase of the intervention for which they were trained.
Generally, during all training sessions, a trained research assistant led sessions in an
empty conference room with a socially withdrawn participant and his or her two selected
peer mediators.

Description of Training Conditions
Initial instruction of social skills. Both socially withdrawn participants and peer

mediators were trained on appropriate social skills until all students demonstrated the
ability to accurately demonstrate the desired skill on three consecutive requests. Table 4
contains the specific skills trained, including the components of each. These skills were
selected because they have consistently been identified by parents, teachers, and
researchers as problematic for children who have social skills deficits and are often skill
deficits for victims of bullying (Colvin, Tobin, Beard, Hagan, & Sprague, 1998; Crick &
Grotpeter, 1996; Haynie et al., 2001; Hodges et al., 1999; Mishna, 2003; Salmivalli,
Karhunen, & Lagerspetz, 1996). Curriculum for the SST was primarily adapted from The
Tough Kid Social Skills Book (Sheridan, 1995). The lessons primarily consisted of

teaching skills to resolve conflict, to interact appropriately with others, and to behave
assertively .
Instruction for student training was comprised of introducing each skill during a
40-minute training session . Each session included direct instruction of the skill to be
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Table 4

Skill Categories and Skill Steps Taught in Group Training
Skill category

Skill steps

Positive body interactions

1.
2.
3.
4.
5.

Face the other person.
Use eye contact.
Use an appropriate tone of voice .
Use the right expression.
Be relaxed .

Cooperative social involvement

1. Decide who starts .
2. Wait your turn .
3. Talk to the other person using effective friendship
conversation skills including using other person's
name, using manners, positive statements about self,
others, and events, taking turns, empathetic statements,
listening statements, and cooperative statements.
4. Say something nice in the end .

Dealing with teasing and
standing up for others

1.
2.
3.
4.
5.

Stay calm by counting to 3.
Look the person in the eye.
Firmly say how you feel.
Briefly tell the person to stop .
Walk away if continues .

learned, live modeling, role plays, performance feedback, and reinforcement. Direct
instruction included the introduction of the skill, a discussion about when to use the skill,
and the presentation of the sequential steps in performing the skill. In an effort to
increase behavior change, students were also asked to demonstrate trained skills while
given praise and feedback (Chandler et al., 1992).

Coached generalization training in training setting. After participants
demonstrated accurate use of the skills taught during the group training phase, each
socially withdrawn participant and his or her peer mediators attended coached training
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sessions to practice all previously described skills. At the beginning of each session,
students were presented with a brief review of the skill, including a discussion describing
the need for the skill, appropriate times and places for its application, and a review of the
step-by-step instructions on how to perform each skill.
After students received the coaching, they were given the opportunity to practice
the instructed skills during a group-based game (e.g ., UNO®, Pick-Up Sticks®) . A
research assistant facilitated the game and provided immediate corrective feedback, direct
instruction, and verbal praise for the appropriate use of the targeted skill for each day.
Another research assistant served as the data recorder; he or she recorded social
interactions and maintained a token economy system based on an indiscriminant
reinforcement schedule (see Appendix H) .
During training in the training setting, generalization programming techniques
were introduced to evaluate their effectiveness on the transfer of desired social behaviors
to the recess setting . Included generalization strategies were selected based upon a
review of generalization studies by Chandler and colleagues ( 1992) who reviewed the
effectiveness of various generalization strategies employed across several populations.
Thus, the use of indiscriminable contingencies, training to generalize, and selfmonitoring generalization strategies were implemented in the training setting (see
Appendix H) .
While conducting the training program, each child was told at the beginning of
each session that he or she would have the opportunity to earn points for using
appropriate social involvement skills during the game. There were four opportunities for
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students to earn points in each training session ; at the end of each training session, four
points could be exchanged for a prize from the "reward box" containing a variety of
tangible and edible reinforcers . Students were awarded points on an indiscriminable
reinforcement schedule in the training setting such that behaviors to be reinforced and the
intervals between reinforcement opportunities varied unpredictably . Students were also
instructed to attend to (i.e., self-monitor) their own statements and behaviors and
reminded to interact with each other during the recess setting .
Procedurally , research assistants set a timer at least three times throughout each
session according to a schedule developed for each session using an arithmetic
progressive method with randomly selected time durations of 1, 2, 3, and 4 minutes . Each
time the timer sounded (or at the end of the session if there was time remaining), each
student told the research assistant whether or not he/she felt he/she earned the point for
positive interactions and skill use . After each student evaluated his/her progress ,
feedback on student rating accuracy and social performance was provided to each student
and a point was awarded if the students positively interacted 100% of the timed duration .
If students earned 4 or more points , then they each selected a reward from the reward

box. Finally , training to generalize was also employed in this phase . Specifically , at the
end of each of the training sessions , all students was instructed to use the skills they had
learned during recess and discussed recess activities in which they could use the skills
they had just practiced before going back to their classroom settings . Hence , the use of
indiscriminable contingencies, training to generalize , and self-monitoring techniques
were employed in an effort to increase the generalization of the treatment effects.
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The training sessions were conducted for 12 to 15 minutes for 3 to 4 days a week
with each socially withdrawn participant and his or her peer mediators .
Coached generalization training in generalization recess setting . During the
training phase, generalization was assessed via direct observations of the participants at
their lunch time recess using a data recording system (see Appendix C) . Throughout this
phase, research assistants observed all participants and recorded the frequency of positive
social interaction behaviors , parallel play, negative interaction behaviors, and time spent
alone . No explicit reinforcement strategies or other generalization strategies were
employed during the generalization observations . Observers were instructed to initiate no
direct contact with participants during the observations (i.e ., the participants ' recess) .

Integrity of Experimental Procedures
A checklist was completed by an independent observer during 95% of the
instruction of social skills and student generalization training sessions to ensure that
training was implemented in a consistent manner (see Appendix H) . Integrity of
experimental procedures was computed by dividing the number of steps correctly
administered by the total number of procedural steps listed and then multiplied by 100.
Procedural integrity was calculated for 100% of the instructional training and 100% of
the generalization training sessions . All research assistants accurately implemented 100%
of the required steps during these observed training sessions.
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Posttreatment and Follow-Up Assessment
Following the conclusion of the generalization phase , posttreatment assessments
were completed by socially withdrawn students, including the Revised Olweus
Bully/Victim Questionnaire, the CASSS, and the CIRP . Assessments were administered
after coached training in the same manner as they were administered prior to student
training .

Follow-Up observation
One month following the conclusion of all experimental procedures for all
participants , direct behavioral observations were conducted in the generalization setting .
No intervention procedures (other than researcher presence) were introduced during the
follow-up phase of the experiment .

Experimental Design

A concurrent multiple baseline across participants design was used to evaluate
generalization of social involvement during recess for socially withdrawn students who
reported having experienced bullying. The primary dependent variable , social
involvement , was evaluated for the effects of two independent conditions in the recess
setting : baseline and coached generalization programming training .
A multiple treatment design was selected because it allowed for a comparison of
treatments to be evaluated given that the behaviors taught were irreversible with
treatment withdrawal because irreversible learning had occurred and contact with
naturally reinforcing contingencies (i.e., positive peer interactions) had already been
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introduced . Moreover, this design allowed for the demonstration and evaluation of
repetitive and diverse generalization treatment effects without the removal of the
potentially effective treatment. Using this design, participants' social behaviors were first
observed during baseline that served as the control or comparison for a subject's behavior
change in subsequent conditions . By repeatedly applying an experimental training
condition to an as yet unchanged response, this design attempts to control for extraneous
variables by indicating that social behavior consistently changed only when an
experimental variable was applied to the unchanged response . History or coincidental
effects were ruled out through replication of the training effects on unchanged behavior at
different points in time both within and across participants . Time and measurement error
(threats to internal validity) were ruled out by using visual inspection of multiple data
points to determine whether the impact of each training phase differed from baseline
trend , variability , and level. Evaluation of procedures with three socially withdrawn
students and six peer mediators enhanced external validity .
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CHAPTER IV
RESULTS

Overview

Results will be presented in the following order : socially withdrawn participants'
social behaviors, peer mediators' social behaviors, and results of paper/pencil
assessments .

Results of Socially Withdrawn Participant Behavior

Figure 1 presents the percentage of intervals during which each socially
withdrawn participant exhibited positive social involvement behaviors during baseline
and training conditions . Sessions presented in Figure 1 were held 3 days a week when
trainees and trainers were present. Differences were assessed using visual inspection of
the time-series data and by comparing the percentage of steps completed for each subject
across skills in relation to trend, level, and variability across experimental conditions . In
addition to visual inspection of the data, descriptive statistics were calculated and
analyzed. Table 5 depicts individual and group average percentage score, standard
deviations, and range of the participants' specific behaviors including : positive
involvement, parallel play, negative behaviors, and time spent alone . Finally, the
percentage of nonoverlapping data points between baseline and independent practice
conditions shown in Table 6 was also used to quantify the degree of level change with
intervention (Scruggs, Mastropieri & Casto, 1987). To calculate the percentage of
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Figure I . Percentage of participants' positive social interaction by experimental phase .
Note . The asterisk(*) indicates a point at which Alan's ability to attend training and
recess was restricted for a week due to absences .
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Table 5

Average Rates of Participant State Behaviors During Experimental Conditions

Participant

Involve
Baseline Gen.

Parallel
Baseline Gen.

Negative
Baseline Gen.

Alone
Baseline Gen.

Alan

13.3%

67.1%

31.2%

12.8%

3.2%

0.0%

52.1%

20.2%

Jane

20.6%

67.2%

29.0%

22.0%

0.5%

0.6%

51.0%

11.3%

Amie

19.5%

57.4%

18.4%

19.3%

1.4%

1.2%

61.1%

22.2%

Table 6

Percentage of Nonoverlapping Data of Participants' Social Involvement Behavior
Between Baseline and Generalization Conditions
Participant

PND %

Alan

93 .3

Jane

66.7

Amie

55 .6

nonoverlapping data , the number of data points obtained during the coached
generalization phase that fell at or above the highest incidence of correct steps performed
during baseline condition was divided by the total number of data points obtained during
the intervention phase and then multiplied by 100. A high percentage of nonoverlapping
data points indicate that few data points observed during independent practice fell below
the highest performance that had been observed before the intervention was introduced to
the student. Results are discussed by experimental phase .
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Baseline in Generalization Recess Setting
As shown in Figure 1, during baseline, all three socially withdrawn participants
initially showed a low level of positive interactions with their peers during recess;
however, the performance level and trend varied over time . Specifically, Alan's average
rate of positive interaction behaviors with any peer during baseline was 13% with scores
ranging between O- 28%. Jane's and Amie's performance were more variable with an
average rate of positive interaction behaviors of 21 % and 20%, respectively, ranging
between 0% and 62%. Both of these students showed some increase in interactions with
other students, but this increase was variable and not maintained .

Coached Generalization Training
in Training Setting
With the introduction of coached training with two peer mediators, all three
participants increased the rate of their positive peer interactions to an average rate of
99.9% across all training sessions with a range of 95 - 100% within the training setting .
In addition, the average rate of negative interaction was 0% across all three socially
withdrawn participants and his or her respective peer mediators.

Coached Generalization Training in
Generalization Recess Setting
Throughout the coached training phase, direct observations were conducted
during the participants' lunch recess following their training session. No reinforcement
contingencies, prompting, or other intervention was implemented by the researchers
during the observations conducted during the training phase .
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During recess observations, Alan' s rate of positive interaction behaviors was
variable with scores ranging from 21 - 94%. After an initial increase in positive
interactions across the first six observations , Alan's rate of positive peer interaction
decreased to baseline performance for a few sessions but then steadily increased again to
an average rate of75 .8% for the last five observed recess sessions . His overall average
level of interaction increased from baseline performance to 67.1% with minimal overlap
between baseline and training performance (i.e., PND of93 .3%) . Moreover , negative
peer interactions decreased to 0% across all observations during the training phase .
Finally , the percentage of intervals that Alan was observed alone decreased from 52.1%
during the baseline phase to 20.2% during the training phase .
Jane ' s rate of positive interaction behaviors initially increased sharply from 2.5%
to 65% across the first three sessions and remained relatively stable thereafter. Scores
ranged from 2.5 - 100% across the training phase . Jane ' s overall average level of
interaction increased from 20.6% during baseline to 67 .2% during training with little
overlap between baseline and training performance (i.e., PND of 66.7%) . The percentage
oftime Jane was alone also decreased from 51.0% during baseline to 11.3% during the
training phase .
Amie 's rate of positive peer interactions was variable, but maintained a general
positive trend of positive peer interactions across the training phase; rates ranged between
28 - 97%. Amie's overall average rate of 19.5% observed during baseline increased to
57.4% during training with some observed overlap between the baseline and coached
training phase (i.e., PND of 55.6%); however , Amie consistently engaged in positive peer
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interactions at a rate of 30% or above for all observations conducted during the coached
training phase .

Follow-Up
One month after all experimental procedures were concluded for all students
involved in the experiment, a I-day follow-up session was conducted during the socially
withdrawn participants recess. No intervention (other than the presence of the researcher
in the recess setting) was introduced before the follow-up observations took place . As
seen in Figure 1, all three socially withdrawn participants continued to engage in
prosocial behaviors in the recess setting at a rate higher than that observed during
baseline observations .

Results of Peer Mediator Behavior

The positive social involvement behaviors of the peer mediators during baseline
and training conditions are presented with their corresponding socially withdrawn
participant's positive social involvement data in Figure 2. Similar to interpretation with
socially withdrawn participants, the effects of the training phases on student social
interactions in the training and recess setting were assessed using visual inspection of the
time-series data, comparison of mean percentage scores for all subjects for each
experimental condition (see Table 7) and the percentage of nonoverlapping data (see
Table 6). Results are discussed for each experimental phase . Table 8 presents the
percentage of interaction type between the peer mediators and their respective socially

49

folbw-np

Baseline
100

···o ··· ?Jan

80

.......-.... (\ird

t~O

41.i

-<>-Bi ll y

'I

,... 20

·-

l~

1)

0

·~.)

--~
~

t

f.1

r<

..

: fl·· ···

rn· · ·. 1'.!

14

l( i

::.

.....JI)(!
Q

p--··Q·-.f.1:

t-lt.i

0

D

:,;

.:....,

- :·- L•::,nis~

ij(i

Ci
:!)

4<)

t·H

.... 1t.t

····:

~

1 -··

""
1)
')

~

::..,

()

0

Fi

·12··

ll.i

1:::

· ·n···:16

1$

l lJii
81)

M•
4(i

20
!1
(J

2

4

14

20

24

Iukrvals

Figure 2. Percentage of social interaction of participants and peer mediators by
experimental phase .
Note. The asterisk (*) indicates a point at which Alan's ability to attend training and
recess was restricted for a week due to absences .

Kelly

50
Table 7
Overall Rate of Peer Mediator Behavior

Participant

Involve
Baseline% Gen.%

Negative
Baseline% Gen. %

Ignore
Baseline% Gen.%

Billy

3.7

8.5

0.0

0.0

9.1

1.2

Carol

5.1

23.0

0.7

0.0

12.3

7.2

Kelly

0.0

3.2

Louise
Taya
Jen

0.0
0.0
0.5

9.8
3.7
3.3

0.0
0.0
0.0
0.0

0.3
0.0
0.0
0.0

0.0
0.0
0.0
0.0

0.4
0.4
0.3
0.3

Table 8
Rate of Peer Mediator Behavior Controlled for Their Actual Presence in the Interval

Involve
Baseline% Gen.%

Negative
Baseline% Gen.%

Billy

5.2

21.2

0.0

0.0

12.8

3.0

Carol

72.0

28.8

1.0

0.0

17.2

9.0

Kelly

0.0

7.6

0.0

0.6

0.0

1.0

Louise

0.0

19.7

0.0

0.0

0.0

0.8

Taya

0.0

33.0

0.0

0.0

0.0

3.0

Jen

0.0

30.0

0.0

0.0

7.0

2.5

Participant

Ignore
Baseline% Gen. %
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withdrawn participants controlled for the presence of both the peer mediators and their
respective socially withdrawn participant.

Baseline in Generalization Recess Setting
As shown in Figure 2, during the direct observations conducted on the recess
playground during the baseline phase, the two peer mediators selected to work with Alan
were present for 13% of the observations ; however , they ignored Alan during the
majority of the time they were present. Neither of Alan ' s peer mediators was positively
socially involved with him for more than 5% of the observation during the baseline
phase . The peer mediators selected for Jane and Amie positively interacted for 0% of the
intervals during the observation sessions and were never present (i.e., within 5 feet) with
their respective socially withdrawn participants throughout all observations . Table 9
presents the percentage of intervals that the peer mediators were present with their
respective participant s during the baseline and coached training phases .

Coached Generalization Training
in Training Setting
During the coached training phase, the overall average of the peer mediators '
positive social behavior was 100%, and the overall average of the peer mediators '
negative interactions with his or her respective peer was 0% across all participants and all
peer mediators in the training setting.

Coached Generalization Training in
Generalization Recess Setting
Throughout the recess observations conducted during the coached training phase,

52
Table 9
Overall Percentage of Time Mediators Were Present with Participant

Student

Raw presence
Baseline Generalization

Percentage presence
Baseline% Generalization %

Billy

3/7

6/15

42.9

40.0

Carol

5/7

12/15

71.4

80.0

Kelly

0/8

5/12

0.0

41.7

Louise

0/8

6/12

0.0

50.0

Taya

0/15

1/9

0.0

11.1

Jen

1/15

1/9

6.7

11.1

the amount of interaction between the peer mediators and his or her respective socially
withdrawn participant was lower than results obtained in the training setting, but an
improvement in quality of interactions ( as measured by increased positive interactions
and decreased negative interactions) was observed relative to baseline performance for all
three sets of students .
Specifically, Billy and Carol, the two students selected as Alan's peer mediators,
both demonstrated improved social involvement with Alan from the baseline phase to the
training phase of the experiment. Billy's rate of positive social interactions with Alan
increased from 3.7% during baseline to 8.5% during training. In addition, the rate of
negative social behavior decreased from 0.7% to 0% and the percentage of time Billy
ignored Alan decreased from 9 .1% to 1.2%. Carol's rate of positive social interactions
increased from 5.1 % to 23.0%, negative behaviors remained 0% across both phases, and
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the percentage of time Carol ignored Alan when in her presence decreased from 12.3% to
7.2%. Finally, the percentage of time that Alan was in Billy and Carol ' s presence (i.e.,
within 5 feet) but did not interact with them decreased from 31.2% during baseline to
14.6% during training .
Both of Jane ' s peer mediators (Kelly and Louise) also demonstrated increased
social involvement with Jane following the implementation of the intervention . Kelly's
rate of positive social interaction with Jane increased from 0% during baseline to 3.2%
during training ; her rate of negative behavior and ignoring behavior remained constant at
0% across both phases. Louise's rate of positive involvement increased from 0% to 9.8%
and her rate of negative and ignoring behaviors remained constant at 0% across both
phases. Although the overall rate of Jane's peer mediators following intervention
remained low, it is important to note that the overall percentage of time that the peer
mediators were present with Jane increased notably from 0% during baseline to 41.7%
and 50% during training for Kelly and Louise, respectively . In addition , when
controlling for intervals in which Kelly and Louise were not present with Jane , the
average rate of positive interaction increased from 0% to 7.6% and 19.7% for Kelly and
Louise, respectively . Finally , the percentage oftime that Jane was within five feet of her
peer mediators and did not interact with them decreased from 29 .0% during baseline to
22.0% during training.
Amie' s peer mediators also increased their amount of social involvement with
Amie following the implementation of the intervention . Taya ' s rate of positive
involvement increased from 0% to 3.7%; her rates of negative and ignoring behaviors
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remained constant at 0% across both phases . Jen's rate of positive involvement increased
from 0.5% to 3.3% ; her rates of negative and ignoring behaviors also remained constant
at 0% across both phases. The overall percentage of time that Amie's peer mediators
were in Amie's presence following intervention that included parallel play also increased
from 0% to 11.1% for Taya and from 6. 7% to 11.1% for Jen . In addition, when
controlling for intervals in which Taya and Jen were not present with Amie, the average
rate of positive interaction increased from 0% to 33% for Taya and from 0% to 30% for
Jen .

Student Perceptions of Change During
the Intervention Process

Social Support
Alan, Jane , and Amie each completed the CASSS (Malecki & Demaray , 2000)
before and after the implementation of the Coached Generalization Training intervention.
The results of this assessment are presented in Table 10.
Taken together, the results of the CASSS indicate that all three participants
reported an increased level of social support on the total score and in the primary target
areas of the study : close friends and other people in school. However, only Jane's and
Amie's scores indicated an increase in social support with classmates .

Bullying
The participants' perceptions of experiencing bullying episodes were measured
via the Revised Olweus BullyNictim Questionnaire (ROBVQ; Olweus, 2001) . Select
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Table 10
Results of CASSS Pre- and Postintervention Raw Scores

Cluster scores

Alan
Post
Pre

Jane
Pre

Post

Amie
Pre
Post

Parents

59

43

47

41

68

62

Teachers

71

65

60

55

58

44

Classmates

32

32

42

51

19

28

Close Friend

39

53

52

58

19

64

People in School

29

49

39

57

50

42

230

242

240

262

214

240

Total

preintervention and postintervention items pertaining to bullying frequency and types are
presented in Table 11 for all three participants . Scores were recorded on a 5-point Likert
scale ranging from "never" to "very often ." Generally, students ' perceptions of being
bullied changed only slightly after the intervention with the general trend of experiencing
more bullying following the intervention than they had previously experienced .
Each participant's report of the frequency of bullying varied . For example, on
four items that measure frequency of physical bullying, teasing, exclusion, rumors, and
all bullying , Alan reported that, on average, he experienced these types of bullying two to
three times a month on the preintervention assessment; however, on the postintervention
assessment, he reported a decrease to experiencing these types of bullying only once or
twice a month. In addition, Alan reported that he experienced an increase in the
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Table 11

Results of ROBVQ Pre- and Postintervention Raw Scores
Alan
Pre Post

Items

Jane
Pre Post

Amie
Pre Post

I was called mean names , was made fun of, or
teased in a hurtful way by students at my
school.

5

3

1

3

5

4

Students at my school : left me out of things on
purpose , kept me out of their group of friends ,
or completely ignored me.

1

2

2

5

3

4

Other students at my school told lies or spread
false rumors about me and tried to make others
dislike me .

2

3

5

2

5

5

I was hit, kicked, pushed , shoved around , or
locked indoors by students at my school.

1

3

1

1

2

2

1

1

1

2

1

2

I called others mean names , made fun of, or
teased others in a hurtful way at my school.

Note. Rating s were provided based on the following scale : 1 = "Never ," 2 = "Rarely ," 3
= "Sometimes ," 4 = "Often ," 5 = "Very often ."

following types of bullying : being left out, having rumors spread about him, and being
physically bullied .
Jane reported a decrease in the frequency of being lied about , but reported an
increase in the frequency of being made fun of and being left out. Finally , Amie reported
a decrease in the areas of being verbally bullied, but reported a slight increase in being
left out.
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Treatment Acceptability

Treatment acceptability was measured via the CIRP (Witt & Martens, 1983).
Alan, Jane, and Amie each completed the CIRP anonymously and returned the instrument
to one of the research assistants . The item and mean scores of the CIRP are presented in
Table 12. The descriptive statistics of the obtained scores are presented in Table 13.
Obtained scores for each item ranged from O to 5 with higher scores indicating greater
acceptability (endorsements of items 1, 5, 6, and 7 were reversed when tabulating the
total score to reflect the accurate direction of the children's endorsements) .
Generally , students perceived the interventions as highly acceptable and indicated
that they believed the information they obtained would help other students in their school
work toward better solutions for similar problems as indicated by score ratings of 27, 31,
and 32 out of a possible maximum score of 35.
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Table 12

Frequency of Participants' Ratings on Items From the Children 's Intervention Rating
Pro.file
Item reseonse freguency
2
3 4
5

#

Item

1

1.

The things used to deal with the
problem were fair.

3

0

0

0

0

5.0

2.

The teacher/parent was too harsh
(mean).

0

0

0

1

2

4.7

3.

The things used to deal with the
problem might cause problems with
my friends .

1

1

0

1

0

2.3

4.

There are better ways to handle this
problem .

0

1

0

1

1

3.7

5.

The things used would be good for
other children .

2

1

0

0

0

4 .7

6.

I like the things used to handle this
problem .

2

1

0

0

0

4.7

7.

The things used for this problem
would help other children do better
in school.

3

0

0

0

0

5.0

Mean

Not e. Ratings were provided based on the following scale: 1 = "I agree very much ," 2 =
"I sort of agree ," 3 = "I don 't agree or disagree," 4 = "I sort of disagree," 5 = "I disagree
very much ."

Table 13

Descriptive Statistics of Participant Ratings on the Children 's Intervention Rating Pro.file

N Mean item rating
3
4.3

SD Range Mean total score
0.97
1-5
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CHAPTER V
DISCUSSION

Overview

The specific aim of this study was to evaluate a generalization training package
employing indiscriminable contingencies, training to generalize, and self-monitoring
training strategies on the generalization of the frequency of social interactions between
three socially withdrawn students and their peer mediators to a highly unstructured
setting (i.e., recess) . This training increased the social interactions of three socially
withdrawn participants in two settings : the training setting (with intervention) and recess
(with no training strategies other than naturalistic observation). The results of this study
replicated and extended the generalization literature on social interaction by incorporating
findings from studies that effectively increased social interactions with peer mediators
(Haring & Breen, 1992; Lewis & Sugai, 1993; Morris et al., 1995) with a combination of
generalization strategies consistently shown to be effective with young children
(Chandler et al., 1992) to socially withdrawn students without disabilities who had been
victims of bullying . Because few studies have analyzed the generalization of treatment
effects to unstructured , highly naturalistic settings , preliminary results from this study
support a promising approach to obtain generalization of positive peer interactions from
training settings to an unstructured, naturalistic setting in schools (e.g., recess) .
Although it is logically assumed that peer mediators involved in a training
program would increase interaction frequency with socially withdrawn children across
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contexts without intervention supports, few studies have validated this assumption .
Similar to previous research that evaluated interaction frequency between peer mediators
and students with disabilities in a training setting (Blake et al., 2000; Haring & Breen,
1992; Lewis & Sugai, 1993), the present study provided evidence that the frequency of
social interaction between peer mediators and the socially withdrawn participants
increased during training conditions. However, the high levels of interactions between the
peer mediators and their target students that were observed in the training setting (with
intervention) were not maintained in the generalization setting (i.e., during recess with no
intervention in place), except for one peer mediator/socially withdrawn participant dyad .
Although the frequency of interaction between the socially withdrawn participants
and their respective peer mediators increased only slightly in the generalization setting
following the training sessions, it is interesting to note that the quality of those
interactions (as measured by the increase of positive involvement and the decrease of
negative involvement) increased substantially . Alternatively , Lewis and Sugai (1993)
reported an increase in the frequency of interactions between three socially withdrawn
students with severe intellectual disabilities and their same-aged classmates; however ,
Lewis and Sugai' s study involved an extensive classwide program paired with functional
assessment to identify inhibitors of social behaviors and teacher prompts rather than a
peer-mediated, small group intervention . Because teachers are frequently not the adults
supervising children at recess or they are responsible for monitoring many children in
large areas, it is important that other sources of social support, such as peers, are an
available alternative to help maintain intervention effects in unstructured or loose
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settings. Peers are a logical option when the ultimate goal is to increase social interaction
among peers without adult presence, but results from the present study suggest that
additional intervention supports in untrained settings may be needed to maintain peer
mediator support with socially withdrawn students .
Although procedures used in this study did not make it possible to determine the
exact reasons for few incidences of interactions between the socially withdrawn
participants and the peer mediators , several potential explanations warrant discussion .
First, it is possible that the peer mediators did not want to engage in increased social
involvement with the socially withdrawn participants in the recess setting simply because
of the availability of other , more rewarding , peer relationships that were available during
the generalization setting . This explanation could be particularly salient as the
generalization setting consisted of multiple classes of students in the same location .
Another plausible explanation is that the peer mediators did not wish to become
associated with the socially withdrawn participants because of the associated reflection
on themselves (i.e., they did not want to lose popularity with other students by
associating with the socially withdrawn participants) .
An additional strategy utilized and examined in this study was the inclusion of
peer mediators with different social peer networks (i.e., group of friends) . The purpose of
this strategy was to increase the target child's opportunity to interact more frequently
with one or more of these groups in settings outside of the training setting via supportive
inclusion behaviors of his or her peer mediator . Haring and Breen (1992) reported that
the social interactions of middle-school students with significant cognitive disabilities
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increased significantly in both the training and generalization settings with the inclusion
of nine different peer mediators associated with various groups of friends . In their study,
the researchers facilitated weekly discussions on methods to increase opportunities for
social interaction with the study participants (i.e., two socially withdrawn students and
nine peer mediators) . They reported an increase in both the frequency and the quality of
the interactions between the socially withdrawn students and their peer mediators .
Although a similar networking strategy was employed in this study with socially
withdrawn students without disabilities, the few interactions with peer mediators also
resulted in few social or parallel interactions with the peer mediators' social network
during the novel, nonintervention settings (i.e., the recess playground). Hence , the present
results suggest that either more extensive generalization strategies or additional
intervention strategies may be needed to provide sufficient motivation for the peer
mediators to interact with the participants outside of the training setting .

Implications for Future Research

That the frequency of positive involvement obtained by the socially withdrawn
participants increased during the generalization setting despite a lack of peer mediator
support is an interesting finding with several plausible explanations that warrant further
research . First, although a substantial amount of evidence fails to support SST, the brief
SST implemented in the current study may have sufficiently remediated the social skills
deficits of the socially withdrawn participants. The SST intervention utilized in this
study concentrated on teaching the socially withdrawn students to use positive statements
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(that may be reinforcing to their peers) and teaching assertiveness skills (which may have
increased skills to handle aversive bully interactions that the socially withdrawn students
may have been avoiding) . Second, experiencing increased levels of positive interactions
during training sessions may have increased the motivation of the socially withdrawn
participants to seek out more positive social involvement from other students at recess .
Third, the increase in positive social contact between the socially withdrawn participants
and their peer mediators, although minimal, may have been noticed by other students and
motivated them to increase their interactions with the socially withdrawn participants .
Conducting a functional analysis of the socially withdrawn participants' behaviors may
have led to important information regarding the function of their current behaviors and
may have had direct implications for intervention targets such as skill deficits or
avoidance behaviors . For example, Lewis and Sugai (1993) included a functional
analysis in their study of three socially withdrawn students with severe cognitive
disabilities and reported success in increasing the frequency of positive social interactions
between the participants and their classmates . Hence, future studies may wish to
examine the effects of implementing a functional analysis component before
implementing the SST intervention in an effort to increase treatment effectiveness .
From an applied perspective , the consideration of intervention time and resources
has important implications for the feasibility of implementing effective interventions in
busy schools with few available resources (e.g ., personnel, educators , financial
resources). Contrary to classwide interventions that may interrupt limited didactic
teaching time, the present study implemented small group interventions outside of the
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regular classroom that could be easily facilitated by a school psychologist or school
counselor outside of the general education classroom. In addition, generalization of
treatment effects for the target students were obtained by simply adding adult monitoring
in the generalization setting; for most schools, adult monitoring is typically present at
recess . Hence , although classwide interventions have been shown to effectively increase
positive social interactions (e.g., Lewis & Sugai, 1993), this method provides schools
with an additional effective option that may be more feasibly implemented given the vast
differences in available resources and time between schools .
The present study also extended the current research literature on SST by
including socially withdrawn students who reported having experienced bullying
episodes . Although all students reported increased social support, some also reported
additional bullying with increased social interactions after training . Because of these
students' reported history of bullying interactions , they may have been targeted again for
bullying simply by increasing their level of interaction both among students and across
time . Although the socially withdrawn participants increased their social skills, it is
possible that the increase alone was insufficient to enable them to successfully contact
additional peer support to stop bullying, as they may have withdrawn from social
situations in an effort to avoid being bullied . Potentially, if interventions designed to
increase social involvement do not simultaneously provide sufficient training to avoid or
successfully manage bullying, students may revert once again to withdrawing from social
situations in order to avoid an increase in bullying as a result of increased social
interactions. Although students were interacting with peers during the I-month follow-
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up, additional research is needed to further evaluate what type of more training and
support may be needed for some students to successfully avoid or prevent bullying .
However, this was not directly addressed in the current project and provides suggestions
for further investigation.

Limitations

Findings of the current investigation must be evaluated with caution for several
reasons. The most prominent limitation of the present study is that external validity is
somewhat threatened due to the small sample size (n = 3 socially withdrawn participants
and n

= 6 peer mediators). Second, the observations were conducted by a few of the

researchers involved in the training procedures in this study; hence, biased observation
effects may have also influenced the outcome of the data . In addition, the nature of the
observation methods limited the ability of the researchers to hear and understand what the
children stated during the generalization observations. Therefore, it was not possible to
directly measure the degree to which students were exchanging positive or negative
verbal interactions . However, the observation method in this study served to decrease the
intrusion of adult presence typically absent among peer interactions in an effort to
enhance the social validity of the findings. Because all students expressed an increased
level of bullying as the frequency of peer interactions increased after the intervention,
however, innovative observation methods may be needed to determine ways to ensure
positive verbal interactions. Without such, bullying episodes may motivate the child to
revert back to socially withdrawn behaviors in an effort to avoid aversive bullying
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interactions that may be more prevalent than the occurrence of positive verbal
interactions . Some other studies have employed the use of a social metric assessment in
an effort to better ascertain the acceptability of the students involved in their intervention
(e.g., Lewis & Sugai, 1993). Although direct observation of increased contact with peers
is the most reliable method to ascertain treatment effect, the inclusion of a social metric
assessment administered pre- and postintervention may provide further evidence for
generalization of treatment effects in terms of the acceptability of the socially withdrawn
participants to their classmates as well as the perceived victimization status of the
socially withdrawn participant .
A third potential limitation was the lack of understanding of which components of
the generalization training were primarily responsible for the increase in generalization
effects or if an interaction effect was present. Students were instructed to attend to
positive social skills that they were using while involved in the intervention, were
reinforced for appropriate behaviors on an indiscriminable contingency schedule, and
were instructed to utilize these skills during recess, but no analysis of the effectiveness of
the separate effects of these approaches was conducted . Hence, it is not possible to
determine with certainty which of the generalization strategies were primarily responsible
for the generalization of treatment effects, but it is an important consideration for future
research.
Finally, the amount of follow-up was restricted to one data point for each
participant due to the end of the academic year. Further opportunities to assess
maintenance would be desirable to ensure long-term maintenance of treatment effects.
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Conclusions

Thus, the current study sought to extend the research literature on SST
intervention by including socially withdrawn students without disabilities who reported
having experienced bullying . In addition, this study provided a more practical method to
implement the intervention by reducing the amount of resources necessary for successful
implementation . Finally, results indicate that the procedures implemented in this study
represent a promising approach to increasing the generalization of treatment effects of a
peer-mediated , SST intervention with socially withdrawn students without disabilities .
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Generalization Strategies and Their Definitions
(Stokes & Baer, 1977)
Generalization technique
Train to generalize
Sequential modification
Natural communities of
reinforcement
Train diversely
Incorporate functional
mediators
Indiscriminable
contingencies
Self-management
Modify maladaptive
consequences and barriers
Train sufficient exemplars

Definition/description
Instruction of participants to perform behavior in other
settings or with different individuals .
A systematic altering of the methods used in the
training conditions
Training explicitly programmed to promote "trapping"
or continued contact of the behavior with naturally
occurring reinforcement contingencies
Training is conducted with relatively little concern for
tight control of stimuli and responses involved
Using common stimuli within the training condition
that subsequently function as cues indicating the use of
trained skills
Setting events marking the presence or absence of the
reinforcement contingencies are deliberately made less
predictable
Train participants to attend to and monitor their own
behaviors across settings
Replacing undesirable , functional consequences with
desirable , functional consequences
Introduction of training with multiple stimuli , including
various trainers/peers , settings, times , and locations
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Revised Olweus BullyNictim Questionnaire
Below are questions about your life at school. Answer each question by marking
an "X" in the box next to the answer that best describes how you feel or how you act at
school. Mark one box for each question. Keep each "X" inside a box, so we can tell
which question the "X" belongs with.
Do not put your name on this survey. No one will know how you have answered
these questions . But it is important that you answer carefully and how you really feel.
Sometimes it is hard to decide what to answer. Then, just answer how you think it is. If
you want to ask us for help, raise your hand and we will come to your desk and talk to
you in private.
Most of the questions are about your life in school since school started after the
summer vacation until right now. So, when you answer, you should think of how it has
been during since school started and not only how it just now. Look at the boxes . For
every question, you put an "X" in each box . Look at the words at the very top of the
boxes. Think about those words, like this : Since school started this year, this feeling or
behavior has ...
NEVER
RARELY
SOMETIMES
OFTEN
VERY OFTEN

=

never happened to me
happened only once or twice to me
happened 2 or 3 times a month to me
happened about once each week to me
happened several times each week to me

Never
1. I acted in a caring way toward students at
my school.
2. I was called mean names , was made fun
of, or teased in a hurtful way by students at
my school.
3. I was shy around students at my school.
4 . I showed a positive attitude toward
students at my school.
5. Students at my school : left me out of
things on purpose, kept me out of their
group of friends , or completely ignored me.
6. I was hit, kicked, pushed, shoved around,
or locked indoors by students at my school.
7. When things at school made me
frustrated or upset, I stayed calm.
8. Other students at my school told lies or
spread false rumors about me and tried to
make others dislike me.

Rarely

Sometimes

Often

Very
often
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9. I got easily upset with students at my
school (e.g., I cried pretty easily, or I could
not calm down) .
10. I had trouble keeping friends at my
school.
11. Overall : I got good grades in my classes
at school.
12. I called others mean names , made fun
of, or teased others in a hurtful way at my
school.
13. Other students at my school bullied me.
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Direct Social Interaction Observation Form
(Adapted from the Social Withdrawal Observation Form, Lewis & Sugai, 1993)
Date:
Observer : --Session:
TRAIN or RECESS
Target: ______
_
Peer 2:
Peer 1: ------TARGET
Involvement
Parallel
Negative
Alone
Involvement
3
Parallel
Negative
Alone
Involvement
5
Parallel
Negative
Alone
Involvement
7
Parallel
Negative
Alone
Involvement
9
Parallel
Negative
Alone
11 Involvement
Parallel
Negative
Alone
13 Involvement
Parallel
Negative
Alone
15 Involvement
Parallel
Negative
Alone
17 Involvement
Parallel
Negative
Alone
19 Involvement
Parallel
Negative
Alone
1

PEERl
Involvement
Negative
Ignore

PEER2
Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

4

Involvement
Negative
Ignore

Involvement
Negative
Ignore

6

Involvement
Negative
Ignore

Involvement
Negative
Ignore

8

Involvement
Negative
Ignore

Involvement
Negative
Ignore

10

Involvement
Negative
Ignore

Involvement
Negative
Ignore

12

Involvement
Negative
Ignore

Involvement
Negative
Ignore

14

Involvement
Negative
Ignore

Involvement
Negative
Ignore

16

Involvement
Negative
Ignore

Involvement
Negative
Ignore

18

Involvement
Negative
Ignore

Involvement
Negative
Ignore

20

2

TARGET
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone
Involvement
Parallel
Negative
Alone

PEERl
Involvement
Negative
Ignore

PEER2
Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

Involvement
Negative
Ignore

87

Appendix D :
Child and Adolescent Social Support Scale (CASSS)

88

CHILD AND ADOLESCENT SOCIAL SUPPORT SCALE - CASSS
Grades 3-12
Christine Kerres Malecki Michelle Kiloatrick Demarav. and Stephen N. Elliott
GRADE :

---

NAME:

AGE :

TEACHER:

SCHOOL:

MALE or FEMALE (circle one)

DATE:

--

RACE (circle one)
1 - African American
2 - Asian American
3-White
4 - Hispanic American
5 - Native American
6- Other

On the next two pages, you will be asked to respond to sentences about some form of support or
help that you might get from either a parent , a teacher . a classmate, a close friend , or people in
your school. Read each sentence carefully and respond to them honestly . There are no right or
wrong answers .
For each sentence you are asked to provide two responses . First, rate how often you receive the
support described and then rate how important the support is to you. Below is an example . Please
read it carefully before starting your own ratings .
HOW OFTEN?
w

:E

:E
;: ;: >"'
a::
w w w <(
3:
>
w ~ :i: ...J
z IL IL <(

a:
w
>
w

z
1. My teacher(s) helps me solve problems .

..

.... 0
0
:E

...J
<(

1 2

w
:E
0

"'

......
0
....
0
"'
0
"'
:E

G)4

IMPORTANT?
....
z<(
z
....
;!
a:
a: z....0
0
...
....
;! ~
! a:
>.... 0....a:

...

w

~
<(

...J

:E

3:
...J

<(

C(

5 6

0

~

z !

1 03

In this example , the student describes her 'teacher helps me solve problems' as something that
happens 'some of the time' and that is 'important ' to her.

Please ask for help if you have a question or don't understand something. Do not skip any
sentences. Please turn to the next page and answer the questions. Thank you!
Copyright 2000
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I'

How Often?

Important?

"s'

Cl> Cl>

I

My Parent(s) .. ·

1---- ...,-,.,.--,---~

.!fi

I

;il;c
1~·
"'
~J:..: t

>l!o;~
·
z--< .c. ~1noo;;;lll,fiEt§
.G) -

. ~. ------------.,,.._,...,...

___

,._,...
_

c

~

E ..!4

t1--i=»

<v

- ·

},lr ·&~a,

t

O

C1>0Cl>E.;o~&'l-o~
a.Cl>
~.soo.sl@'o
(FJ ::i: <( < [1.4,.Z
.E >

Z <(
_,...___

_,...__

~~~~_,... __

__

L.E+!_1+-A~!_l1---M~y~
· _P_a_re
_n_t~{s~>-··-·---------------------,-,-~ts~;l---~~~-11

&*
!

1 .... showtheyareproudofme
2 .. .. und~rstand me.

Ii

.

1 2 3 4 s 6
1 2 3 4

lf!E
.~);'.,,','.-,--Ti
. 3 . . . . listen to me when l_n
__
e__
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Children's Intervention Rating Profile
(Witt & Martens, 1983)
We are very interested in learning your ideas about the program that you are now
finishing. Below are some sentences. You may or may not agree with the sentences . For
each one, please circle the number that describes how much you agree or disagree with
the statement. Use the following guide:
1 = I agree very much
2 = I sort of agree
3 = I don't agree or I disagree
4 = I sort of disagree
5 = I disagree very much

1. The things used to deal with the problem were fair
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The teacher/parent was too harsh (mean) .
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94

Appendix F :
Teacher Description for Identifying Withdrawn Students

95

Teacher Description for Identifying Withdrawn Students

A number of students regularly seen in classrooms are the withdrawn students .
These children are generally shy and tend to have fewer friends , lower levels of peer
interactions . This child may be described as looking unconfident or anxious , not standing
up for herself or himself and perhaps consistently complying to the demand as of others .
Because these students are often alone, some of these students experience exclusion from
groups , teasing , and bullying-related behaviors .
We are interested in identifying socially withdrawn children who would benefit
from improvement in a training program designed to help them make and keep
friendships and experience less teasing and exclusion . Please list those students who you
believe would most closely fits this criteria and who may benefit from a program
designed to assist them with peer relationships . Please list the names of students you
believe fit these criteria in rank order (i.e., the first student most closely fits the criteria
and the last student least closely fits the criteria) . You may list as many as you can, but
we would like you to list at least four . Thank you .
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Teacher Description for Identifying Peer Mediators

We are interested in identifying those students who would most likely create a
positive and supportive friendship with children who tend to be more withdrawn,
isolated, shy, or lack social skills. These peer mediators will serve as a guide and assistant
to those individuals nominated as likely to benefit from a program that aids in the
development of social skills and friendship. A good candidate would be a student who
possesses a range of age-appropriate social competencies, is well-liked by his or her
peers , complies with teacher requests, has regular attendance, and has few negative
interactions with his or her peers . These peer mediators should be willing to seek adult
help when necessary, have the courage to stand up to individuals teasing others , provide
comfort to those who may experience teasing or bullying, and have strong selfconfidence .
Please list the names of those students who you believe would most fits the above
description and would most likely be willing to participate in a program designed to assist
others in the development of their social skills . Please list the names of students you
believe fit these criteria in rank order (i.e., the first student most closely fits the criteria
and the last student least closely fits the criteria) . You may list as many as you can, but
we would like you to list at least 4 students . Thank you.
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Training Integrity Checklist and Reinforcement Schedule
Group members :__________________________
DATE :
Trainer :

_
Reliability :

---------~

Time 1

Time 2

Time 3

Time4

Students answer :
Do you think you
earned all the
points?

3

1

4

3

4

3

1

3

2

4

2

2

3

4

1

2

2

3

4

1

2
3
1
Point?
Point?
Point?
Yes No
Yes No
Yes No
Give feedback Give feedback Give feedback

Point?
Yes No
Give feedback

4

Yes or No

Add a check by all the steps completed.
1. Give a brief review of the game and the importance of the use of supporting and
encouraging behaviors . SAY:
" Remember when you are playing the game it is important that you are listening to
each other, letting everyone join in and or joining in, giving compliments, or
standing up to any teasing. This makes sure that everyone is enjoying the game."
_ _ 2 . SAY: I am going to set the timer 3 or 4 times while you play the game. When
ever the timer rings, I will look to see if all of you are listening to each other , letting
everyone join in and or joining in, giving compliments, or standing up to any
teasing. You will earn a point if they are doing the skills when I look after the timer
rings. If you earn a point EVERY time the timer rings, then you will earn a reward.
Ready, begin playing the game.
3. Look at chart and start timer at TIME 1.
4. When the timer rings, LOOK UP and MARK YES at TIME 1 if ALL students are
using the skills. PRAISE : "Looking great! Everyone is participating and cheering their
partners . Keep it up!"
If they miss a point, say WHAT NEEDS TO BE DONE . "Make sure that all of you are
playing and saying nice things to each other!"
__ 5. Set timer for Time 2. Keep giving points if earned and feedback at time 2, 3, and
4 this during the session.
__

100
__6. After 10 minutes, ask the children if they think they earned the reward (Write
down the vote)
__8. GIVE REWARD AND PRAISE if earned. IfNOT earned, ENCOURAGE them
to use the missing skills next time.
__9. SAY: "Make sure that you do this at recess too! What do you think you will
do at recess today together and tell me one compliment you can say or topic you can
talk about while playing to each other?" Help each child with their answers.

